R R o
L . , r' )

~ DOCUNENT RESUNE : B
By ¥ . . - ..

BD 152 718 SP 012 %09

AUTHOR . Krathwohl, David E. .

TITLE In-Service Education: ,Theory, Practice and Policy.

PUB DATE Bar 78 ’

NOTE 13p.; Paper presented at the Annual Meeting, American
. Educational Research Association (Toronto, Cahada,

March 27-31, -1978) ’ o T

BDRS PRICE HMF-$0.83 HC-$1.67 Plus Postage.

DESCRIPTORS Bducaticnal Theories; Elementary School Teachers;
*Higher Bducation; *Inservice Teacher Rducation;
*Models; *Program Descriptions; Secondary School
Teachers; Teacher Motivaticn )

ABSTRACT . .

. The author looks at the role of the arts and sciences
in.inservice education, tcuches on delivery-Systems, considers the
probles of how to motivate teachers to engage'in inservice education,
and investigates three approaches to guiding inservice prograas. Two
roles for arts and sciences are described: first, that of enriching
teacher lives so that they may enrich others, and second, that of
providing a broad background against which teachers may view their
own specialties. It is argued that nontraditicnal means of delivering
inservice education must be utilized, since many teachers would be N
‘hesitant to, enroll in campus-based programs in which their progress
would be rated against that of subject specialists. Motivation
.technigues for involving teachers in inservice courses include
combining inservice with preservice education, ;ssgss‘ént-diagnosis
centers (with physical examinations, mental/emcticnal tests, and
interviews), and’integrative frameworks in which the teacher helps to
determine personal development levels and needs. Three prograas of
.inservice education are examined: (1) a counselor entry approach,
describing methods for €asing counselors intc fully responsible
counseling positions; (2) a modified counselor entry: program f
applicaltle to teachers;.and (3) a three-stage model of teacher growth
proceeding from pregentation-centered to interaction-centered, to
pupil-centered activities. (MJB) ) “

| . : A

"y . . 4 . 3
P
P

i

t‘#“‘“t“““t“““‘tti“t“““‘#““‘#t“““““#&t*“‘#ttt“““

* from the original document. *

t"“‘##“‘ﬁ‘i“‘#‘!““?“3““‘1“#““3“““‘Qt““tt‘i‘t“#““‘?‘

s

? ’

¥

* Reproductions supplied by BDRS are the best that can be made * -




. Session 14,06 : "7 Printed in U.S.A

‘ . PERMISSION TO REPRODUCE THIS |
N MATERIAL HAS BEEN GRANTED BY

. . . . - .o
_ IN-SERVICE EDUCATION: THEORY, PRACTICE AND ‘POLICY - Qi —7)
. Symposium, DivisiorB American‘Educational Research Association ] |

U'S DEPARTMENTOF HEALTH Toronto, Canada, March 29, 1978 TO THE BDUCATIONAL RESOURCES

DAL ION b O David R. Krathwohl . INFORMATION CENTER (ERILI AND
EDUCATION ' School of Education’ E CO?’R“”ORS

b "t s DOCUMENT HAS BEEN REPRQ Syracuse University
DUCED EXALTLY AS RECEMNED ‘R?M . '
THE PERSONOR ORGANIZATION ORIG N

ATING 'T POINTS OF VIEW OR OPINIONS

STATED DO NOT NECESSARILY Rep‘lE‘-

SENT QF FICTAL NATIONAL INSTITUTE O )

EDUCATION POSITION OR POLICY .

. . . - .
In the time allocated to me this morning, I should like to: look at the -

-

rble of the arts and sciences in in-service education, lightly foych on

delivery systems, and consider theuproblem of how%?d motivate teachers to
. '; . .

o

N

. . i H .
engsge in in-service education, and how to guide é t education ‘wisely,

LY i

examining three approaches to'the problem. (So mﬁ has been written »

.

ED152718

about in-serqice education that one wonders whether;there are any new ideas

to be exposed; there 'are, however, some to be reinf%rced!) ) .
?

) -
An Opportunity ‘2

One of the signs of a good problem solver is the ability to reverse
v A3 ' ‘ :

N

what appeareg as-a problem ;nd to turn it into an ‘opp rtunity. Proféésional
éducation, pereﬁially beset by problems, giyes us ai& lenty of chances té.
try to work thgt magic. Lowered enrollment is the biggest current problem
facing us, but it is a prqblqm we share with arts and s¢iences faculties.
For yedrs, we have worked with them to pfovide courses mQqre relevant to th;

fraining of teachers. We have been told that the general educatipﬁ appropriate

for the informed citizen is ideal for teache§§ as well, True: Indeed,

teachers ‘should be at least as well informed s the‘typical‘citizen. But'.
maybe they ought to be even better informed. Out of many possible reasoﬁ%,
let's pick two: first, to'so enrich tgacﬂers owtl personal lives that in their
interactions with students they enrich‘the lives of others, . Second, so that’

they may view whatever their own specialities may be .against that’broa% /

‘

background of knowledge which puts one's persoéal‘éfforts in a larger per- /

- v

spective, involves one in a wider range of values, deprives one of the
. \ . ’
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insularity ofmkpow;edge that comes with specialization and helps to keep ‘
allve the sense of wonder, mystery and awe of the world dround us, that makes

‘us interesting to those we teach.
. ?

So, there is a case for arts and sciences courses which help teachers
. { )
to do & better job. But they would not be courses such as those currently

aimed at'fécruiting students into a specia;fty or preparing them for advanced
i M // ™~ - ‘ ' - -
graduate work, “While academic rewards drive faculty toward such courses

under normal circumstances, we currently have & situation where there are
. . - - EE § ' -
rewards for additional credit hours from new audiencés. We should take
. /; . . 4 )
advgﬂtage of 1it. T k? .

s .
\

Broader and Deeper Arts and Sciences Courses for Non-Majors <

what wou;g such ,courses be like? Thex should aim at a broader and deeper
ﬁnderstanding of the various, fields of knowledge, one's own special field »
;ncludea.“ Jerome Brx;ner1 is supposed to have said that any suﬁject could be
- honestly taught ‘to ghy éﬁé of any age: fhus, courses can be true to their ®°
discipline and,flay for£h th;ir structure, w;thoutlthe‘jargon and complexity ‘
one usually thinks of requiring for advanced study. Ratﬁer, they can be
.inspructga in the logic -of the discipline. As Purves notes, grémmar may be

~
employed in the schbol ™,,.to insure that children efiploy the grammatical’ .

N

richness of the language in communicating.... - In the university the emphasis \(
. . . )
‘pight better be placed on the anslysis of grammar and {anguage systems as

diséipliﬁed forms of inquiry."2 Courses of this kind would increase the
)

5- - ¢ fund of knowléhée of the teacher, and open the broad perspectives, !

"

N

0
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Non-Traditionalt Delivery - A Must, Not Just a Luwaury’

{

»
&

T, ggk would such courses be given? We tend to immediately think. of the

he . -

, "classroom format, and in-the case of the university, since we have learned

Ld
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that logistics and availability is so important, we teq@ to think of trans-

"tedchers, students who would have been unlikely to engg}k in ‘such a course

‘exploring these,

porting these tqQ teather centers or to the schools themselves. No doubt . -

there will be much sucé;ssfdi instruction by this modg. “But in courses tﬁat . !

'égé likely to be outside what the persons perceive as their typical area of

. . . {

expertise they may be hesitant go enroll in courses where they may be

. A
competing with others who have more knowledge, or may even be specialists

in the areaﬁ and &here they- would be at a‘disadvantage. . ' ‘
‘As an example of this, .Dr. Harold Herber of our.campus recently taped

a course in the teéching of reahing in content areas for television. This

course had long been a staple of ;he campus piogram, but was largely taken,

by reading specialists, When offered by television, he was surprised to

find that a substaﬁtially larger proportion of the students were content-area

. % ~
on campus where they would have been exposed to the competition with reading

>

spec?alists. Indeed, 54 of 75 enrollees quiried'indicéted thaé_they would

not have enrolled had the course not been on television, So there are
&

alternative delivery modes that we tend to think of as ancillary Tgfour S

‘v

3 B
efforts that may have a much more basic role than we think and’we

hould be
- o . N ’ . ’ v’.':a \
.‘ < ~ .

Motivating and Enriching Teachers' In-Service Education Efforts - ThreeéAlternatlves

~

Our mutual tendency in con51der1ng in- service education is to ass&%e that)

the paramount problem is trying to decide of what it should consi t.« Eq lly,

.,and perhaps more important,.is first the problem ofyhow to make gure that) ot

@

teachers wanf'it, and second assuring‘xhét‘when,they ﬂo, it is so guided = -
N . v , 4 :‘e;{ - o

’ - ) ' ‘i v T
that it will have a positive impact on teaching. These pfoblems .are sub- . . ‘5 X
* - N . ‘e >

6'&

stantial and in some respects prior to that of in-service content, fSr_if one

+ o

has the.motivation that is directed in accord with a sound in-seryice edpcation
‘ Q L, v
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policy“ythen the question of content answers itself, I should like-to briefly -

!/
Fd

™
explore three brientations to this ﬁrOblem. The first is one that grows out

Q.
of dur experience in operatingﬁh'teaching center at Syracuse Univer51ty.
-~

The gecond seems such an ‘obvious one that I don! t understand yhy nobody has
done anything abou\ t I'd like td make it more sallent for your considera-
tion. The third is theoretical, Dbut-explores a problem I consider fundﬁgental

and so could affect the nature of the ‘first two, ! ANy

\a

/
. ‘\\l. Combining In-Service With Pre-Service Teacher Education

N
[N

The first of these options grows out of our ekperience with the teachlng
centers that we have established around the Syracuse area., We shafe a
director of each center (there are currently three of them, one suburban,

/one inner city, and one half-way betyeen) withtthe school district, each
paying half the salary., The director is responsible for pre- serv1ce education

of our stuJLnts to us, and to in-service education to the district. This
- results in strenuous efforts to assnre that‘the supervising teachers under- Ty
'stand what we are trying to do with our pre-service students, That in turn
raises questions about- its content such as "What do yoP mean by a teaching ) -

strategy?" Before you know it, the agenda for in-service training has been

set as a deeper penetration of the basic instruction that We are providing
to pre-service students, 'Further,,there is the motivation to learn it in order,
not just to stay ahead of the students, though there is that motlvation too, but oo

{
mainly, t0 be-able to 1nteliigentiy help. the students that they are to superv1se

Thus the combination of pre-service and in-service trajning in a teacher
( center has proven to be an excellent way of improving pre-service instruction )
and of pfoviding in-service'instructicn in a’fcrm, like that of pre;service ! L
but at a ”thicker" level. To the extent one has relevant and "cutting edge"

pPre-service worky it provides\a very helpful model for in-service. When it

.
)
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is lacking this, its use in in-service is less effective but the shortcomings

. \

. are made quickly’ apparent by criticism of the in-service teachers, leading

toward improved pre-service instrpction. So combining the. two seeps to be

- ;
one highly useful model, ° | - < '
» - t . . .
s T ’

2. The Assessment-Diagnostic Center

-

A second model'has been envisioned by a number &f people as the
¢ ]

diagnostic model, . Ted Andrews in his booklet "Manchester Interview" pre-
pared for the AACTE PBTE Committee, env1sions an Assessment-Diagnostic
) 3

Center (ADC). These ADC's would give a physical examination, a battery:

of mental and emotional tests as well as iateryiews.' Everyone yguld
completé&a nunber of simulation experfences of teaching as well' as several
micro:teaching exercises with ‘small groups’o} children. Andrews saw such
units as Screening centers'for the‘state, each examination taking three J
weehs. While such a‘proposai is considerably ahead of its time (the
Manchester Interv1ew was supposedly conducted in l980--a date much too
S .

early for such extens1ve centers to come into-being) there is considerable
merit in‘the idea,.and some version of them in Yeduced size could be,
implemented at the present time. o ' - .

Whether they should include an extensive physical examination is open
to question, but there i's little doubt that diagnostic centers set up to

asseas actual teaching would undoubtedly be- able.to help teachers to assess

their weaknesses and to help them’ examine how they want to change and what .

. A . , . -
are the ways of' getting there. Ned Flanders showegd the effectiveness of

v

successive interaction anal&ses in su%h a process.hf Diagﬁbstic centers with

appropriate counseling and foLlowJﬁp‘could be a very important extension of
that work. There probably is useful psychological testing which could give
L]

ﬁilpful self-insight to the teacher and provide & basis for counseling

‘e b‘ " . -I- .9
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discussions. Such centers% once entered, would provide .not only the motiva-

-

tion to further in-service.education but also sound direction to pursue.

It is suzpriiing that no institution has taken ‘the lead in establishing
such centers, together with the requisite counseling to make them meaningful
experiences. Perhaps not many teachers would voluntarily submit to such
examinations. Undoubtedly it would be some of the-better ones rather than
the worst who would be secure enough to pursue such a Potentially threatening’
experience but I think there would be enough of these to get such an ‘
effort underway. Further, I think that such an effort could get funding to
support the initial difficult financial problems it would encounter. Finally,
it uould be a gold mine for research data. Perhebs if we cast the seeds

{

often enough they ﬂiil fall on fertile ground and some one of you wiil start

such a center.

3. An Integrative Framework for Inducting Teachers and Helping Them.Grow

.

The third alternative approach, and perhaps the most critical explora-
A >

tion of these three,revolves around the question ‘of how to provide an inte-

grative framework for in-service education. It should be one which ailps
~ - ' .. : \ .
teachers to determine where they are on a’eevelopdental scale arnd whizh

describes how a teacher grows and matures, therefore, enabling one_to plot

out what next to do to further one's ggowth.. To, .some extent the.combination

of pre-service and 1n-service does this where whatever integration'is prov1ded
in the pre -service model becomes that which is built -into the pre- service.

A

But typically the pre-service model is not well integrated, and infany event

-

’

looks only to the early stages of development rathér than to the full range

h
of stages., . \\ \ X . . o f

I do not know that we have the ideal model but we should be searching
for one. Let m;\illustrate the need with a good entry model from the counseling
R L. o . .

)
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field.and then discuss one possible parallel scheme and its extension for

teaching.

!

'

The Counselor Entry Model

’ : . .
It appears that the counseling field has found a useful means of in-
4

. ducting the counselor to counseling. It begins with the client-qgentered

N

. .
' counseling. Thiéczgquires students to listen carefully to what the cl%ént

sayé, and to reifect the client's feél%nés in thei{ reply. Basi;ally, the -
counseloré are 1n1%1ved in holding up a verbal mirror so the client may seé
’ themselves. Through this fhey help the client to mov? toward a bétter under- .
standing of %heir feelings and to a clearer and more complete expression of
their problems; to o£jectively examine this perception; and to move toward an
‘ appropriate resélﬁtion of the situation. As the students becoms more sopﬁisti- 4

&ated, their supervisor encourages them to move from the exclusively client-

centered point of view and to"begin to probe more deeply for feelings. They
. . ' i
. are helped to develop a more flexible eclectic role, still using client-

centerg? qpunselinngut also trying Qarious other technigues as they learn
what 1is app{ppriate to spgeding client growth. These students gradually take
greater and greater responsibility for the guidance of the counseling situation,
nét to the‘point where control is solely theirs, but rather to a point where
they share~responsibility fggkclient progress. This is, of course; an over-
simplification, but it dutlines some of the essentials of the procedure.
Let's‘look at wh;; this does for student counselors. First, it forces
them to becomeeaWare Bf the client's thinking and feeling, as they make pro-
,visional tries at miéroring them fér thg client. Second, it sensitizes them
_ to the clues and cues the client supplies. Third, this concentration is op

the client rather than on themselves so that they are less self-conscious

about themselves. and their own role. Fourth, since the initiative %s with

”, -

’.“ f ’ 81 . . \
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'the client, the interview is less ;Bﬁely to go beyond the comfortable limits
of what the client caﬁ handle. Fifth, it leads to an easy transition whereby ‘

considerable initiative can be assumed by the counselor as they feel they

\
%

can handle it and it is appropriate,. ‘ -

LS

The Teacher Entry Model ) ) ) *
The student counselor is a u;efﬁl analégue of’the student teacher. 1In
cgntrast to our present student teaching. situation which places the respopsi-
ﬁbiiity for instruction on the student teacher from the start, the counselor
training model suggests that the initial placément of the student teacher
should be: where the emphasis i§ on the classroomVZéarnér, where the studegt
teacher conégntrates on‘the glassroom student's learning processes, and where

the classroom student controls the speed and direction of learning. A learning

experience in which a teaéher constructs insfnuctidnal materials of a pro-
grammed instruction type for students ma& approximate this_ model ex;ept that
here the major initiative still lies with the teacher ighcréating the learning
situation. _ o
The tutorial medel may also approximﬁﬁb the de;ired situation but‘it
aiso puts the responsibility for control of the situation on the teacher and
does so in a less sEfucturedlsituatién than programmed instruction. '
Wha%fis'needéd is a learning ;ituation in wgzgh the teacher can help
the students to explore‘their learning process, Vidzo tape or some similar
record of a student's learning performance might provide the basis for such

1
va situation, Through replaying, stopping and discussing it, both teacher and

student work on the common problem;of,undefstanding the nature of that student'sr

own leaféing process and the location of difficulties in a pfoblem area which
could be of the student's own choosing, Gradually, the student teacher might

take more of the initidtive for providing remedial learning, and thgn for

v

3 ' : -
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Te

developing the ihitial learning experience. Such a prqcedufé,might lend °
itself easily to a smooth transition from the exam{nation of an indiv;dual's
ledrning experiente pé those of a group., Thus, one could video tape or
siﬁila;iy record a small group, then examine wifh them their common and ?PEir

unique problems., Again, this could progress to developing remediation and

to determining how best to structure the initial.ﬁearning experience. In

additional stakgs, the size of the group might bé ;xpanQed to normal class
size and the analysis of learning prdtgcols';educéd in scope and frequené&.
I don't know whether or not this mo@el will be a better modei for in-
ducting students into teaching than our ﬁrL ent one. Like the,Zoqpseling
model, it seems to ha;e those same values that we previously\explored in
thé counseling situation, but tﬁey are transl;ted in teaching and still

Ny .
appear to make logical sense: (1) the student teacher's initial attention

is on the classroom stﬁdents in attempting to understand their learning pro- ,

cess rather @%&n on the student teacher's adequacies or inadequacies. and
mahipul;tion of the insfruéﬁion; (2) the responsibility for structu;ing_the‘
situation lies outside the student teacher in séme instructid®nal maferial,
Shosen by the student which student and teacher explored 3ointiy; (3) the
nature of the exploratidn‘is such that tﬁe teacher;s skills of observation
and interpretation are shafpened as the proce;s procegds and as the teacher

acquires greater understanding of the learning process; (4) the process Ieads

@

1
naturally into a transition to the real teaching situation.

~

Stages ‘0f Teacher Gfowth

This possible sequence for student teaching instruction grew out of
research using video-tape that I was involved in with Drs. Kaéan, Farquhar,
and Hervey.5 We were video taping teachers, in the act of teaching, then
immegiately replaying the tapeé, stoppi;g them at what appeared~té be

v
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‘pregnant points, and querying the teachers_dbout their thoughts.

class as a group, howéver, judging the quality of the lesson by group feed-

This
1ntrospection proved very helpful‘}n understandlng their thought processes
and led us to construct a sequence a teacher folloys in developing the skills
of* keaching. o ‘ S , '. o ®

We projected three stages: first, the teacler is presentation;centered;
N ,

second, interaction-centered; and third, ‘pupil-centered. Good teachers may

move successiﬁely through all three stages as theyﬂgain both familiaritx with

what they are teaching and experience. They may start closer to the second

stage if their pre-classroon preparation is very good. Other less adequate

teachers may never escgpe the first or secgnd stages,

-

In the first stage, feachers are not sufficiently familiar with the

content amd how to present it’so'that it flows.
— ! < -

the students and attend primarily to what they are saying, and how they are

They. occasionally "tune out"

. , . ’
saying it. They are planning ahead to what they w}Il say next, and how they
’ . M ’ ' - )
will get there from where they are now. This stage is the least permeable
of the three to modification by student'feedback, for the teachers are ”

primarily concerned with their.own*presentation,\or, if interacting with
students, with directing their discussion. Instructional problem-solving in
this stage is done primgrily in the.context of preliminary 1esson planning. .

teachers are more comfortabzg about teaching the{
A

At the second stage,

content and are more concerned with student feedback. The& respond £o the

(

back and general student reaction. . ' o ¢
¢,

Both of these stages we found documented in our protocols from teacher

introspection. A third stage is an extrapolation hinted at by these data

In the third stage, the teachers are comfortable enough tb coast tnrbugh .

instructional situations without so mugh conscious guidance, their control

~ -

k]
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of the direction of the class is more §ubject to stﬁdent feedback, At thié .

stagé, teachers may also "tune out" what is going on momentarily and their -

« >

behavior "coasts" mechanically. But here they will do so to make use of .

specific student reaction; for example, to devise ways of modifying the RN
@ - . - /
lessoh, to inciude particular individuals who are not paying attenf&on, or

- N

who do not appear to understahd. Teachers at'this stage are actively

searching for clues regarding'individuql/prqgress‘and revising the lesson
h! oo -

accordingly. ‘ N _ ' 7 ,

It would be interesting to see whether students who uséhthe propdsed .
teacher entry approach would go through the three stages of content-centered,

class-centereg,.and pupil-centered teaching, or whether they would graduate

to the class-centered teaching approach immediately and more quickly attgin /.

the pupillcentered level., Be that as it may, the intent here is to subgest
S < ~
that some thlnklng about sach a developmental approach may be<helpful in ‘.

qq_serv1ce education by prov1d1ng an understandlng of the dlffer%nt stages

'

> - .

wof teacher growth Thes d perm;t fore 1nformed jndgments about both ' '

the content and the proper approach for in-service ‘education. . ° ‘ T N
. 1 . .

. —~ . : © * ? ’ - y\
One last Word ’

* . v

I am tempted to end thisexploration with a parsgrspX beginning "In *
summary..." but because of:theqbread$h of what, I have tried to cover in
such a shor§ Qime; it defies}easylsun‘xmary.~ Rather than try to recount the
content, let me ;ust express the pope that you may have found §oméwhere herein .-
something that moéqs you to action in this complex are;; If so, the paper
.will';gVE/gghieved its purp;se. : ' S “~ . o
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